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This report summarizes the results of a pre-student

teaching field experience for elementary education majors at
Pennsylvania State University. A program was organized in which
public school teachers agreed to work with students to provide
on-+he-spot tutorial instruction regarding the teachlng technique
they employed, to prov1de the opportunity for studénts to collect

‘data for discussion in their methods .courses, and to give some

opportunlty for the.college student to direct small-group instruction
in science, mathematics, and other areas. This paper, based on a

. questlon-answer format, answers questions in the areas of program

orgarnization and administration and organization of guidance units.

The results of an opinionnaire designed

evaluate the "field

experiences are discussed and presented in six tables, and 11
concluding statements are listed. A four-item bibliography is

1nc1uded {PD)
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INTRODUCT | ON
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During the last decade students have suggested, urged and demanded
that University curriculums be changed and teacher education students
have been no'exception. They, have spoken out in a loud, and some-
times not'too refined voice, for ; relevant education.'

Many teacher educators dismi;sed these requests and dem§nds for
change as the irresponsibility of yquth or as idealism stemming from
inexperience. For others the overnigﬁt adoption of paper models was
offered as an antidote; In the latter instance, the rhetoric more
often than not has far outrun federal or university funding and implementa=
cion. f[he actual program changes, if any, were interpretations of what
teacher educators thought students meant by relevant education.

The Elementary Education Faculty of The Pennsylvania State University,
in cooperation with the local public schools, responded to students requests
for relevancy by first Iistgning carefully to the prospective teachers'
comments when asked--''What do you mean by relevant education?'' They
found elementary education majors expressing these concerns:

(1) Will children respect and listen to me?

(2) Can | get along with the persons in control of the educational
establishment?

.—l.,
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(3) Nhat.coTpétencles do 1-bring to the teaching proufession?
(4) Can | relate to the individual needs of young childé;n?
'A caréful analysis of the students;:responses revealed two self-

oriented themes:

(1) a desire to learn how'to relate affectively and cognitively
to young children in the public school mileu.

(2) a personél need to gain confidencg in their ability to
survive in the elementary school classroom.

In short, our students seem to be agreelng with Howard (1965) who
writes that the most important role transfer task for an e&ucation major
is to learn to feel like a teacher.

Surprisingly, there seemed to be little céncernlpxpressed by

‘ education majors for involving students in cognitive learning tasks.
Rather, they seemed anxious about their ability to affectively relate
to pupils. This observation corresponds closely to Aspy‘s (1969)
comments concerning the data of Sorensen and Helpert. Aspy asserts
that there is a need for teacher preparatjon institutions to bring

" students to the student teaching experience feeling cbmfortablevenough
with themselvés to learn something more than mere survival.

Aspy makes these three proposals for teacher preparation:

~\,

(1) 1t shoulld provide experiences that allow the candidate to
gain cobfidence in his ability to -survive.
i

(2) 1t should provide supervised teaching experiences before
the trainee begins student teaching.
2
(3) It should provide an opportunity for a tutorial relationship
between students »f teaching and teacher trainers.
=%




The same rationalé and concern for early and sustalned classroom
experiences qu persons preparing to teach lHas been expressed by Combs
(1965) and by those institutions which developed the ten model teacher
educafion.programs supported by USOE -(Monson 1969).

In the report that follows, the authors wish to summarize the
results of.a p?e-student teaéhingifield experience for elementary
education majors at The Pennsylvania State University the incor-
porated the ASpy proposals. |

1. ORGANIZATION AND ADMINISTRATION

The participatfon of public school teachers in a pre-student teaching
field experience presented the university faculty with several problems .
whose §olutions ultimately structured the type of field experience that
could be provided. By reflecting upon these problems and their resolution
- the authors hope o give some perspéctive to educators who might wish
to inaugurate a.similar f}eld experience. Therefore, a rhetorical
guestion format was chosen to focus on these problghs and their solutioﬁs.

»

1. How and under what conditions might the public schools participate
in a pre-student teaching experience?

Upon contacting the local schools, we found mést elementary
teacrers were ready and willing to work directly with our elementary
education majors thus providing the tutorial relationship between
students of teaching and teacher trainers as suggested by Aspy. The
sublic school teachers did stipulate, however, that the student should
participate in the classroom for a complete day instead ~f a patchwork
of class periods each week. In return for the students' services, the

teachers agreed to (1) provide on-the-spot tutorial instruction regarding

the teaching technique they employed, (2) provide the opportunity for
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“n Students to collect data for gfscussion in their methods courses, and (3)

give some opportunity for the college student to direct small group

instruction In science; mathematics, and other areas.

+2. How can students' course schedules be organized to allow participation

In a field experience?

Two terms prfor ;;'student teaching lq their junior year, Penn State
students register in a common block of professional courses:
teaching of mathematics, teaching of ‘science and field experience. This
block of cou?ses,-especially the field experience component, provides an
opportunity for elementéry education majors to earn credit for learning
how to perform khe'general duties and responsibilities of a glassroom
teacher and sore of the professional tasks related to teaching mathema;ics
and science, while, at the same time, prov}ding fhe class;oom teacher
with high 'quality teacher-aide servjces.

Placing the participants in a block of professional courses facilitated
the scheduling of a weekly all-day visit in the local elementary schoo!
classroom. On either Tuesday or Thursday each week for a ten-week term,
90 or more elementary education majors (here-in-after referred to as
“‘participants') were transported to ten elementary schools on buses

provided by the local school system,

3. How can a large number of students be assigned and introduced into the
various elementary schools in an efficient and acceptable manner?

During the\first large group on-campus meeting of the term, each
student received his schcol assignment. In this meeting the ggnera)
nature of the field experience and related expecfa'ions were described.
tmmediately following the mass meeting a representative from each school
building (usually the principal) met with thg students assigned to his

building. The principal was responsible for assigning each participant
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to a classroo* teacher according to the participants' grade level request.

.

4. What formative evaluation is needed to monitor a field experience
organized to meet the expressed needs of teacher education students?

Since the|program was organized to meet the student's expressed
needs, It was %ecided that their perceptions and opinions, in addition
to those of thé,classroom teachers, should become the focus of our
initial evaluation efforts. Therefore, the opinions of the participants
and the classrnom teachers were obtained by administering an opinionaire
(See Table 1) to each group. The items for the opinionaire were
designed to obtain answers to these questions:

(1) Was the supporting administrative organization and informa-
tion dispersal viewed as adequate?.

(2) How effectively were the graduate students, who served as
counselors, communicate with the participants and classroom
teachers?

(3) How did the participants and teachers view the attempt made to
intergrate the methoa courses with the field experience?

(4) Did the participant provide satisfactory teacher-aide services
in return for the guidance and experiences provided by the
classroom teachers? v T
(5) Did the field experience meet the needs expressed by our
students? e.g. self-confidence, self-identification,
relating method to classroom reality, etc.

The decision to delay assessment of specific behavioral competencies
was made because we did not know, a priori, precisely what classroom tasks
the teachers would select for the participants and subsequently how the
classroom experiences could be used by the methods instructor. We

' v
viewed the assessment of behavioral competencies as the objective of
a second phase. That is, the initial purpose of the field experience

was to meet the students' expressed needs. We did not wish to ignore

this important aspect of the program by focusing too soon upon specific
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behavioral competencies which might be created solely by the university
faculty. |
5. How was the opinionaire designed?
Table ! lists the stateﬁents‘administered'by'the investigators
to 62 teachers and 92 participants who were asked'to respond anony- .
mous ly to the statements using one of five choices: strongly agree,
agree, uncertain, disagree or strongly dfsagree. After a frequency
count was made of the responses, the data from the strongly agree and
agree categories were combined to create one agreement-category. The
data from the two disagree categories wereraTso‘combined to form a general
disagreement category. Those who responded as uncertain were retained as
such. This procedure yielded the percentage éf agree (A) = uncertain (u) -
disagree (D) responses presented in the tables throughout the report.
Collapsing five into three categories had the following rationale:

First, we did not wish to make assertions based on a small percentage o%

v .
responses in some categories. Secandly, 3t this stage of evaluation of
the field exparience, we were more interested in the agree ~ disagree
categories than the degree of agreement or disagreement. Seventy

percent was established by the investigators as the desired level of

agreement on the evaluative statements.



TABLE |

OP INIONAIRE STATEMENTS ADMINISTERLD TO THE
COOPERATING TEACIHERS AND, THE PARTICIPANTS

OPINIONAIRE STATEMENTS FOR
COOPERATING TEACHERS

OPINIONAIRE STATEMENTS FOR
PARTICIPANTS

A. ADMINISTRATION AMD ORGANIZATION A, ADMINISTRATION AND ORGANIZATION

l. The procédure'for recruiting 1. initial information concerning
conperating teachers is field experience was adequate,
satisfactory. . .

2. The information regarding 2. Initial meeting with publict
the participant program is school principals facilitated
satisfactory. an understanding of the

field experience.

3. The procedure for confer-
encing with and evaluation
of participant is satisfactory.

8. SUPERVISION OF PARTICIPANTS B, SUPERVISION OF PARTICIPANTS

1. The counselor was available 1. The counselor observed me
for assistance at appropriate working at a variety of
times. classroom tasks.

2. The counselor observed the 2. The counselor conferred with,
participant an &adequate me when necessary.
number of times. ' r

3. The couﬁselor worked well 3; - The counselor and | werc cble
with me. to communicate effectively.

[

C. PARTICIPANTS! CLASSROO! EXPERIERCE C. PARTICITANTS! CLASSROOM EXPERIENCE

1. The péfticipant provided me with 1. The field c%perience provided me
much assistance in classroom. with a varicty of expericnces.

2., Yhe participant was capable of 2. The expericnce prepared me for
handling small group instruction student tcaching.
with minir al guidance,

3. The experience preparad tue

participant Jor student teaching.
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TABLE 1 (Continued)

OP INIONAI RE STATEMENTS FOR OPINIONAIRE STATEMENTS FOR
COOPERATING TEACHLRS * - PARTICIPANTS °®
D. C00§DINATION WITH ON=-CAMPUS COURSES D. - COORDINATION WITH ON-CAMPUS COURSES
« The participag;_&gd classroom 1. | had the opportunity to transfer
opportunitics”to &pply teach- teaching stratcgies from the ¢
. Ing stratégies from the math mathematics methods course.
' methods course.
.2. The participant had c¢lassroom 2. 1 had opportunity tc transfer
,Opportunities to apply teach- . teaching strategies from 'science
ing strategies from science methods to the field experience,
methods course. '

3. The field expecrience gave more,
relevancy,to the two methods
courses., :

4. The two methods courses gave more
relevancy to the fiecld experience,

E. WEEKLY_SEMINARS

1. The séminars provided me with an
opportunity to discuss relovant
problems in the classroon

2. The seminars provided me with

alternative solutions to class~
room problems,

»

6. How did the teachers and participants view the adequacy of the

orientation meetings and written materials?

Many cooperative ventures between the public schools and colleges

for the teacher education are probably discontinued because of lack

of concern for the perceptions of the various participants relative

to what may seem on the surface to be administratjve trivia. Therefore,

Statements were included on the opinionaire to provide feedback relative

to student placement and teacher recruitment, the two main populations

upon which the success of any field experience depends.
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The data in Table 11 presents the reaction of both teachers and
participants to the orientation procedures. It shows that only 21 per-
cent of the 92 students were not satisfied with the orientation procedures.,

'

During the seminars, the students agreed that ‘the farge group meeting

was too impersonal. Therefore the plan” has been altered and students now. .

meet on site during their first school day with their assigned bui.lding
principal. The principal now has the advantage of proximity as well as
more time to explain and discuss the nature of his staff and program.

7. Are the classroom teachers satisfied with the way in which they were
" recruited by the principals?

The approach for recruitment of teachers, which differed from school

to school, was viewed as satisfactory by 87 percent of the cooperating

teachers.
TASLE 11 '
RESFONSES OF TEACHERS AND PARTICIPANTS
" TO THE ORGANIZATION OF FIELD EXPERIENCE
TEACHERS | PART!CIPANTS
Statemcnts 'fﬁﬁ ‘U\( D Statements - Al U )
!. The procedure for 87 113 Lo 1. Initial information 69| 10| 21
recruiting cooper= concerning field
ating teachers is experience was
satisfactory. adequate,
2. lnitial mecting with [70]| 24) 6
public school
¥A - cagrece principals facilitated
U - undecided an understanding of ,
D - disagree the ficld expericnce. |

|

- — iy — . —————
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11. .ORGANIZATION OF ‘su':bANc'E UNITS
The responsibf!ity of the teacher education faculty for the participant:
was not culminated with the participants' assignment to the public school
classroom. Rather, we planned a'strong'liﬁk.between the public school aﬁd | .
the university througg a liaison model which consisted of several small ) '
guldance units each headed by a graduaté student counselor, thch, in turn,
were coordinated by a faculty member. |

1. How did the liaison model} provide guidance and communication link for
the participant? ’

The coordinator for the field experience, a university faculty member;~ *
served as the initial university contact to which public school officials
turned when problems arose. He worked both in the field and on campus
with the participants and counselors. )

There were 20 or more participants and a counselor in each guidance
unit. The counselor, a graduate student chosen on_the basis of his success~
ful teaching, supervisory experience, personal commitment and igterperséna]
skill at reacting with undergraduate students, represented the universigy as
he observed and counseled the participants.

The counselor traveled weekly to the local schools to visit each ;
participant in his guidance unit. He met witH the participants for a
weekly seminar and counseled with individuals in the field or at his
university office. The counselor was directly responsible for establishing
and maintaining communication channels among the participants, cooperating

teachers, principals, and university faculty. | .
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2. How did the participants and coopcnattng teachers rate the effective~
ness of the counselors' role in the field? . -

Only 54 percent of the participants agreed that the counsclor cbserved .
the participant in & varlety of classroom tasks (SQ? Table 111), At first
examination these data fmply that the counselors weFE performing less than
an effect;ve job. However, the investigators believe the participants view
tne counselor's functios as being guidance rather than supervtgion. We
believe the.cooperating classroom teacher, in each case a competent
professional, can best serve the function of observing and supervising the
parficipant in a diversity of professional tasks. To organize a program

of supervision where the counseior played this particular role would in many

cases result in the daily schedules of 20 public school classrooms conform{ga\

to an itinerary of a single university counselor. For obvious reasons we
avoided such a policy. Statements 2 and 3 of Table 111 better identify tue
purpose oi tie counseiot QiU 0N Lhuse Criceiid e participdaiily rated thel s
counselors very high.

TABLE 111 Co

. RAT! {6 OF THE COUNSELORS ”
AS V'EWED BY THE COCPERATING TEAUHERS AND PARTIC!PANTS

s

TEACHERS PARTICIPANTS

Statements A U B Statcments. Al u 0
1. The counselor was g5 1 5 0 1. The counsclor observed |64 |24 22

available for assis- me working at a

tance a. appro- . varicty of classroom

priate times. - tasks.
2. The counsclor ob- gz 1 71 6 2. The counsclor confer- 82 ] 2116

scrved the par- cd with me when

ticipant an necessary.

adequate number

of times. ..
3. The counsclo- 931 71 0 3. The counsclor and | 91 316

worked well werc ablec to communicate

with me, effectively.

N _
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The counselor“§ guldance of’the participants in the field was rated
high by the cooperating tcachers as indicated by thelr reactions to the
thrge statements listed in Table 111, Howeverf:oﬁi; 73 percent of the
teachers agreed that the information conccrnlng'thc ficld experience was
satisfactory (See Table IV). It is likely that the counselors have not
viewéd the role of information dispcersal as an important one.

TABLE IV

RATiNG OF THE FIELD EXPERIENCE
BY .THE CGOPERATING TEACHERS

Statements Al Ul D
) 1. The information regarding the participant program is 73120} 7
satisfactory. .
2. The procedure for conferencing with and evaluation of 791 9112
participants. is satisfactory.

~Qﬁgiy 7§ pérceﬁt of the teachers agreed that the procedure for
participant evaluation was satisfactory (See Table 1V). The report
of the evaluation, which the university expects to be in the form of a -
leiter grade, is a joint effort of the participant, counselor ahd
cooperating teacher. The evaluation is based on a list of specific
criteria compiled by university and public school offiéials, which is
given to students when they enroll in the field experiences. The
grading role played by cooperating teachers seemed a bit unsettling for
some .

3. How did the weekly seminars Facilitate an exchange between the field
experience and on-=campus professional courses?

The participants' field c#pcricnces were discussed in a weekly seminar.
Much of the group digcussion, as well as individual counseling, was drawn
from the participants’ log, a weekly listing of public school classroom
experiences made by each student after his/her day-long visit in the public

school classroom. Instructors of methods courses utilized the logs both
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as a guide to their on-campus course activities and as a means of
evaluating the transfer of teaching ideas by the participants from
the college methods classroom to the pub¥ic school claserom;'
4. How did the participants rate the weekly seminar?

As indicated by Statement | on Table V, 85 pcrcent agreed that the
seminars.provided zn opportunity to discuss problenis relevant to the
classroom. The opinionaire indicated that the seminars wcre wecakest in
providing alternative solutions to classroom problems. These data may
indicate that neither the education faculty nor the counselors emphasize
adequately this component of professional training.

TABLE V

-

RATING OF THE WEEKLY SEMINAR BY PARTICIPANTS

Statements Af U i{D

1. The seminars provided me with an cpportunity to ciscuss 851 10 | 5
relevent problems in the classroom.

2. The seminars provided me with alternative solutions to 651 30 | 5

classroor: problems.

111. INTEGRATING STUDENTS' FIELD EXPER;ENCE WITH METHODS INSTRUCT ION

1. How can a methods course instructor sct up an effective liaison with
thirty or more public school teachers and intcgrate the participants’
field experiecrices with msthods instruction?

When faced with the pronlchs of integrating the field experience

with methods instruction, the university faculty was met with its most
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difficult challenge. After trying several alternatives we found that the
public school classroom rather than the methods courses should be the focus
of.practlcal tcaching activities for the participants. The counselor,
cooperating teacher, and participant’worked as a team to organize the
activities in the elementary school classroom. This arrangement facilitated
the use of the classroom teacher as a tutor of the participant. It also
freed methods instructors to draw upon a variety of classroom expcriences
given to his students in the public schools.
2. How varied was this source of information for the:methods instructors?
Citing some examples of wha;icould and could not be done seems the best
way to answer this question. Asking all students to plan and execute a lesson
on one specific science topic (i.e. microscopic.animal life) brought warranted
criticism from the cooperating tecachers and placed the participants in a
position ot some discomfort between tne coliege inStructor ana ciassrouvi Ledliigl o
However, tapping the on-going activity in the classroom as a source of
data for analysis and discussion in on-campus courses met with suczess.
Examples of such assignment are: - r

(1) List and categorize the types of oral questions your
teacher asks in science or math class.

(2) Interview several tcachers and list their strategies
concerning the use o?-homework in mathecmatics.

(3) Describe situations that result in discipline problems
for the teacher. How were they resolved?

(4) Vhat kinds of drill activities in math class best
motivated pupils?

(5) tow docs scoring pupil's work affect hiz interest
and motivation? :

(6) How does thc teacher provide for individual differences
during activities?
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Th? field expericnce proved to be an Impetus to broaden the cxploratory

.

function on the methods course work, giving the participants the opportunity
to explore wiinout penalty (no test question:) when they found an area of
interest to pursue. In. short, the methods instructors found a nced to
broaden their perspective beyornd science - math methods and deal with the

whole spectrum of practical problems related to ‘classroom instruction.

3. How have the students and cooperating teachers viewed the interrclation=
ship of their field experience with the two companion methods course?

“The field experience provided more opportunities to apply concepts taugh

in mathematics methods course than it did for the science methods course (See
Table V1). There appear to be several explanations for this finding.
TABLE V!

TEACHER AND STUDZNT OPINION OF THE METHODS INSTRUCTOR' ABILITY
TO_COQRDINATE THE METHODS COURSE WITH THE FIELD EXPERIENCE

t

4

L

TEACHIERS PARTICIPANTS
Statements Al U o =« Statements Al Uyl D
1. The participant 79 111110 1. | had the opportunity| 78 g 113
had classroom : v to transfer teaching
opportunities to strategies from the "~
apply teaching math methods course.
strategies from
the math rethods
course.
2. The participant 69 130 | 1 2. | had opportunity to 48 | 8 |45
had classroom ~transfer tcaching
opportunilies to strategies from
apply teaching science methods
stratecgies from coursa.
science mcthods
course. 3. The ficld expericnce 764 9113
gave more relevancy
to the two metnods
courses,
L. The two methods 65 113 {22
courses gave morce
relevancy to the
' field experience.
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First, ccience tcaching in the locul schools appeared to be less
visible.to the participants than math instruction, Primary grade teachers
werc legitimatcly using science interest cenlers and other non-structured
means for teaching science.  The correlWon of science with o'ther material
and the more incldental experiences'used by the teachers were not being
identified by the participants as science. Much of this type of informa-
tion was obtained by talling with the participants and teachers and by
carefully reading the logs. Here again, the data from the opinionaire
provided a clue to where and how the professional course bluck could
be improved.

Secondly, the mathematics mcthods instructors had specifically
singled out course objectives that asked the student to gather data
for class discussion.,

Thirdly, the administrative organization of the professional tlock
placed several members of the mathematics education faculty closer to the
field experience than science education faculty. After a member of the
science education faculty was assigned to the administrative team, and
was given the task of preparing specific observational experienzes that'
focused on science learning, data gathered during more recent terms
indicates an improved relationship between the field experience and the
science methods course.

The participants' rcacticns 1o the field experience would indicate that
the rclevancy sought by the students is coming more from the ficld experience
to mcthoés courscs than the inverse. These data would scem to support our
initial decision Lo make the public school classioon rather than the collcge
classroom the focus of practical teaching activity. Practical expericnces
arc being interpreted and judgrd 'morc relevant'' by the participants {han

abstract and theoretical class discussion.
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IV. EVALUATION OF DATA FROM OPINIONAIRE
1. Considering 70‘pcrcent or greater agreement as dcsirableJthc cooperating
teachers in the survecy rated as satisfactory:
(a) the prucedure for rcchStiné cooperating teachers
{b) the information dispersal for the program
(c) the procedure of evaluation participants
(d) the roles played by the counselor .
(e) the parficipant's opportunity to apply math concepts in the
public school clsssroom
(f) the teacher-aide assistance provided by the participant
(g) the participant's handling of small group instruction
(h) the participant's preparation for student teaching
2. Considering 70 percent or greater agreement as desirable the participants
in the survey rated as satisfactory:
{a) the initial meeting with public school officials
(b) the availability of the counselor for conferences
(c¢) the effectiveness of communication between the particlpant and
counselor
(d) the opportunity to transfer math concepts from the college
methods courses
(e) the relevance of the field experience provided for the two
methods courscs.
(f) the cpportunity to cxpcrience a variety of professional
experiences.
(g) the experience as adequate preparation for student teachiné
(h) the effectivencss of the seminars in discussing problems

relevant to classroom tcaching
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3. Considering 09 pereent {or less) agreement as unsatisfactory, the
coopefating teachers rated as unsatisfactory:
(a) the participant's apportunity to transfer science tcaching strategies
from methods courses to the elementary classroom (69%)
4, Considering 69 percent (or less) agreement as less than desirable, the
participants rated as unsatisfactory:
® {a) the initial informaticn dispersal on the field experience (69%)
Yo (b) the number of times the counsclor cbserved the participant's per=-
formance in the elementary school classroom  (54%)
(c) the opportunity to transfer sciéncc teaching strategies from the
methods course to the elemcntary school classroom (48%)
(d) the relevance provided by the methods courses to the public school
Classivum  \05%)
(e) the alternatz solutions to classroom problems provided by the
seminars (65%)
V. CONCLUSIONS . r .
l. Elementary education majors respond favorably to a pre-student
teaching participation experience in Lﬁd'pubfic sch;qﬁ. |
2. Planning the participation expericnce as a ﬁart of a block of
specific methods courses provides the opportunity for college
instructors to better correlate the theoretical with the practical.
3. The public school classroom rather than the methods courses
should be the focus and source of practical teaching activitics planncd
with thc participants.

L. The cooperating classroom tcacher can best serve as the direct

supervisor of a participant's professional tasks.
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5. The counsclor's role should be more a guidance than supervisory
role.

6. The fmall group guidance units serve as a strong link between the
universiti.géhools.

7. Weekly seminars led by a counselor are an opportunity for
participants to ciscuss practical professional problems.

8. Public relations hetween school and university is one important
role of the counselor.

9. The counsecling position can serve as a unique internship for \
graduate studcents preparing for leadership positions in the public schools.

10. A coordinator should serve not only as a university contact fpr
public school officials, but an agent in the field who works among
participants, school officials and college faculty.

11. A weeckly log serves as.a source for seminar discussion, individual
counseling and guide for on-campus methods instructors. ; ‘

12. The cvaluatiop of the participant's success, which should be done
cooperatively by cooperating teacher, the counselor and coordinator, should

be in the form of specific criteria placed into the hands of the

participants upon cnroliment in the course,

13. The early participatory experience permits time to plan with

each student his/her specific student teaching assignment.
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